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Abstract. This article analyses teachers' self-assessment of the competencies of learning to 
learn and reflection in the context of school as a learning organization. The survey in the form 
of a written questionnaire was performed and 141 teachers of the city of Vilnius have 
participated in it. The research reveals the self-assessment results of the skills in the field of 
time evaluation, planning and management; information search, perception, systematization 
and adaptation; communication and cooperation in group; and reflection. Teachers highlight 
the sufficiency of the time distribution for tasks and deadlines skills; awareness and lower level 
skills of systematization of the information; skills of reception of comments from the members 
of the group, their consideration or the listening and understanding of the views of the 
members; skills of abstract conceptualization, which are related to drawing conclusions and 
anticipating ideas for the future. 
Keywords: competence, teacher, learning to learn, reflection. 
 
Introduction 
 
At school as a learning organization, there is a constant improvement clause, 
fostered and supported by a learning process, a positive microclimate, and new 
ideas are generated and innovations are being implemented. A good school is a 
constantly learning organization whose community is reflective: pondering and 
discussing its activities and events of shared life, appreciates the ability to learn 
from experience and reasonably plan (Geros mokyklos koncepcija, 2013). For 
teachers, the implementation of the Education in the Europe 2020 strategy is 
becoming more significant, increasing demands and qualifications of the teacher 
in order to achieve the essential goals: making lifelong learning a reality; 
improving  the quality and  efficiency  of education  and training;  strengthening 
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social justice and active citizenship; promoting creativity, innovation and 
entrepreneurship (Education in the Europe 2020 Strategy, 2010). Educators 
inevitably face changes that lead to expanding their horizons, acquiring new 
knowledge and improving existing knowledge. Each task is seen as an opportunity 
to learn from successes and failures, and allows experimentation and analysis of 
its practices. Positive changes in school, as a learning organization, take place 
when the entire school community is enrolled in planning, reflection, and training 
in order to improve its operational practices. The learning school is dominated by 
a culture of reflective learning – all members of the organization respect, 
encourage, support and learn from each other. Reflection on professional activity 
identifies and modifies the personal assumptions that are based on practice. It 
allows finding alternative answers to questions and possible solutions to 
problems, thus better understanding the subtlety of professional activities. 
Openness to the world means that members of the school community are 
interested in a changing environment and responsive to change. 
In recent years, the problem of reflection in the context of professional 
activity is becoming more pressing. A global and fast-changing social space raises 
new challenges to have critical thinking, decision-making and continuous learning 
skills. The perception of reflection begins with understanding about what you are 
doing and ends with a critical assessment of your ideology and beliefs influenced 
by thinking and feelings during activity. It is important to create conditions for 
learning to learn and to cultivate a reflection, including essential elements – 
personality experiences, thinking, emotions, actions and values in the social and 
political context in which the learner lives. Professional reflection can be 
characterised as a process of reviewing know-how to describe, analyse, evaluate 
and thus learn from your experience (Boud, Keogh, & Walker, 2005; Bradbury, 
2010).  
A teacher's reflective practice involves considering a careful “vision” and 
“action” to enhance the learning experience. By studying their practice and 
reflecting meaningful experiences, teachers are more easily expressing their 
thoughts (Fook & Gardner, 2007), and this reflection enhances teaching and 
learning (Rushton & Suter, 2012). Reflection promotes teachers' professional 
learning as an effective development of metacognitive skills (Hegarty, 2011) in 
order to achieve individual, community and organizational solutions for activities, 
learning, objectives, urgent or future changes in practice (Tikkamaki & Hilden, 
2014). On the other hand, reflective practices are perceived as thinking about 
teaching. It is like a form of travel, where it is encouraged to reflect on various 
forms of training. All this enables to think about what is being done (Roffey-
Barentsen & Malthouse, 2013). The nature of teachers' learning needs is unstable, 
requires a continuous renewal of the structure of professional development, 
focusing not on static knowledge creation, but on the construction of meaningless 
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in a common environment. Such an update promotes the inner process of 
cognitive development leading to the improvement of teachers (Pitsoe & 
Maila, 2013). This creates practical opportunities to draw attention to the results 
of professional development by encouraging teachers to create, disseminate and 
reflect their experiences. By thinking about their thoughts, feelings, behaviors, 
and assessments, they justify the reflective practices as means to achieve their 
goals (Finlay, 2008). In order to achieve the objectives, the reflective practice 
manifests itself as an innovative, continuous process that requires an 
understanding of the skills or knowledge creation slots, which is characterised by 
effectiveness (Wagner, 2006).  
By learning and pondering their practice, teachers create self-knowledge and 
develop a reflective intelligence (Hilden & Tikkamaki, 2013). This development 
of mind together leads to personal growth and development based on deep 
understanding (Raelin, 2002), which is manifested through bold self-listening, 
based on insights (Bolton, 2010). The reflecive practice of the teacher promotes 
dialogue with himself and appeals to experience emotions into personal 
development, perceived by his feelings (Bishop & Blake, 2007; Roffey-
Barentsen & Malthouse, 2013), identity formation (Finlay, 2008; Hall, 2010). 
Personal questions about their practice help to perceive the role of teacher (Laker, 
2001; Wagner, 2006), which leads to awareness and understanding, which 
determines the initiative, supports the change of practice leading to behavioural 
change (York-Barr, Sommers, Ghere, & Montie 2001). Based on the insights and 
assumptions provided, the problematic question of study is formulated: What are 
the teachers' self-evaluations of the competency of learning to learn and reflection 
in the context of school as a learning organization.  
Research object – trends in the teachers' self-assessment of the competency 
of learning to learn and reflection 
The aim of the research is to analyse the trends in the teachers' self-
assessment of the competency of learning to learn and reflection in the context of 
school as a learning organization.  
 
Material and Methods 
 
Sample. The research sample was formed using targeted and convenient 
selection methods. The research involved 141 (100%) teachers working in Vilnius 
city general education schools, of which 97.9% women and 2.1% men. The 
average age is 48 years. The majority (74.1%) teachers who have participated in 
the research have a degree of university education.  
Research methods. Data collection method: written survey using closed type 
questionnaire. The questionnaire was prepared after the operationalisation of the 
phenomenon, distinguishing four main diagnostic areas: 
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1) Self-assessment of time evaluation, planning and management 
competence;  
2) Self-assessment of information search, perception, systematization and 
adaptation competence;  
3) Self-assessment of communication and cooperation in group 
competence;  
4) Self-assessment of reflection competence. The questionnaire was 
completed by the teachers by evaluating each statement submitted 
which reflects their personal skills. They had to choose one of the three 
response levels: „Sufficient”, „Average”, „Weak”. Data processing 
methods: descriptive statistics using SPSS for Windows 23.0 software.  
 
Research Results 
 
Tables 1-3 summarises the competences of learning to learn and in table 4 
the results of the self-assessment of teachers' competence of reflection are shown. 
Table 1 presents the results of the self-assessment of teacchers' time evaluation, 
planning and management competence.  
 
Table 1 Self-assessment of time evaluation, planning and management competence  
 
No. Skills Sufficient Average Weak 
1. Allocate time for demanding tasks 89.3 10.7 - 
2. Comply with the deadlines for tasks 84.1 15.9 - 
3. Ask for help and use all resources to accomplish 
tasks in a timely manner 79.3 20.0 0.7 
4. To analyse the reasons for not complying with 
the deadlines and to determine whether they 
were deliberate or unconscious 
74.1 25.2 0.7 
5. Assess the time needed for the task or activity to 
be successfully completed 73.4 26.6 - 
6. Terminate an activity and reschedule it when the 
goal is not visible or the planned tasks are not 
fulfilled 
69.3 26.4 4.3 
7. Predict the likelihood of surprises and plan the 
time to complete the task even if surprises occur 58.9 31.9 9.2 
8. Time schedule and lead a blog to remember, 
organize and plan your activities 58.6 22.9 18.6 
9. Develop strategies to overcome obstacles that 
hinder compliance with deadlines 57.2 42.8 - 
10. Depending on the deadlines set for the task, to 
set the start and end times for each task 55.0 39.3 5.7 
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The results obtained suggest that the teachers in the context of time 
evaluation, planning and management competence have assessed their existing 
skills for time distribution for tasks and deadlines as sufficient. This could be 
coupled with an effective time-planning and management process. However, it is 
noted that more complex skills for the development of time-planning, time use 
monitoring and management strategies are not assessed as well. We would assume 
that it is precisely the possession of these abilities to ensure the effectiveness of 
the time management process.  
The knowledge society determines a work scenario in which it is essential to 
manage time efficiently (Alvarez Sainz, Ferrero, & Ugidos, 2019). According to 
the authors, the decisive factor is not the amout of time available but the 
management that is made of it. S. Zafarullah and V. Pertti (2017) mark that time 
management skills are associated with the allocation of time across the job tasks 
and higher measures of job performance. Time allocation is critical for managing 
instruction and improving performance. 
Table 2 presents the results of self-assessment of teachers' competence of the 
information search, perception, systematization and adaptation.  
 
Table 2 Self-assessment of information search, perception, systematization and adaptation 
competence 
 
No. Skills Sufficient Average Weak 
1. Understand the basic idea of a conversation 95.0 5.0 - 
2. Organize information based on criteria 89.9 10.1 - 
3. Follow and explain the consistency of 
instructions in writing or visually 88.5 11.5 - 
4. Identify available resources for information 87.9 12.1 - 
5. Understand the basic words and the main idea 
of the text or the author's preferences 87.2 12.8 - 
6. Categorize information items by category when 
you need to select 85.7 11.4 2.9 
7. Use simple memorization strategies to keep 
your daily life in note 85.0 15.0 - 
8. To systematize the information so that I can 
easily find 78.6 20.7 0.7 
9. Reproduce text structure and content using plan 
and mind map 78.6 20.7 0.7 
10. Access to information resources 77.3 15.6 7.1 
 
The awareness and lower level skills of systematization of the information is 
observed to be the highest, but the ability to search and adapt information is 
perceived as weaker. One of the reasons for this can be a very large flow of 
information around the teacher, in the context of which it is difficult to select the 
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necessary and useful information, secondly, the adaptation of information in the 
future perspective is directly linked to the successful systematization.  
The role of information in supporting processes has become increasingly 
important. In today's competitive world, information management has become a 
“prerequisite” for process management. The role of information management as 
the driver of process management and its impact on performance is very relevant 
(Projogo, Joy, Bhattacharya, Oke, & Cheng, 2018). 
Table 3 presents the results of the self-assessment of teaachers' 
communication and cooperation in group competence.  
 
Table 3 Self-assessment of communication and cooperation in group competence 
 
No. Skills Sufficient Average Weak 
1. Accept comments from group members, 
consider their usefulness and correct errors 94.2 5.1 0.7 
2. Listening and understanding of other people's 
attitudes – when it coincides with me and when 
it differs 
91.3 8.7 - 
3. Adopt the group's rules of work and comply 
with these rules 91.3 8.7 - 
4. Positively negotiate with the group members in 
search of solutions for problems 90.6 9.4 - 
5. Recognise and assess any contribution of a 
group member to the joint work 89.1 10.9 - 
6. Actively participate in the work of the group 82.7 17.3 - 
7. Receive assistance from group members 82.6 17.4  
8. Encourage group members to engage in 
activities 78.3 21.7 - 
9. Accept team decisions even when I disagree 
with them 68.8 27.5 3.6 
10. To express own view to the group even when it 
differs from the opinion of others 66.7 31.2 2.2 
 
The results show that the teachers better assessed the skills of their 
communication in a group related to the reception of comments from the members 
of the group, their consideration or the listening and understanding of the views 
of the members. The skills of the team's decision-making or encouraging others 
to participate in the activities were clearly assessed as weaker. It is likely that it is 
easier for teaachers to share information, feelings, thinking on the contents of a 
conversation, what until then, before communicating, was not common, but it is 
more difficult to work together, focusing on intellectual forces, helping to each 
other, uniting or acting together.  
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Previous studies have indicated that when teachers are effective classroom 
managers, their students achieve at a higher level (Omoteso & Samudara, 2011; 
Stronge, Ward, & Grant, 2011; Stronge, Ward, Tucker, & Hindman, 2008) and 
display more interest in the class subject matter. 
Table 4 presents the results of the self-assessment of teacchers' reflection 
competence.  
 
Table 4 Self-assessment of reflection competence 
 
No. Skills Sufficient Average Weak 
1. Identify what lessons can be learnt from the 
experience now or in the future 94.3 5.7 - 
2. Assess whether the objectives of learning 
activities have been achieved 93.6 6.4 - 
3. Assess what was good in the previous 
experience and what is changeable 91.4 7.9 0.7 
4. To identify experience from the previous 
activities 87.9 11.4 0.7 
5. Predict in what activities, how and in what way 
I will apply the previous experience 84.9 15.1 - 
6. Determine what previous learning activities 
were effective 84.8 15.2 - 
7. Identify what was important in previous 
learning activities 82.1 17.1 0.7 
8. Find a theoretical justification for previous 
experience 81.4 17.1 1.4 
9. Describe the circumstances in which the 
previous learning experience was acquired 74.8 22.3 2.9 
10. Reveal feelings that I have experienced in 
learning activities 67.4 28.3 4.3 
 
It can be noted that different skills of reflection competence were assessed 
unevenly by the teachers. The subjects had very well assessed their skills of 
abstract conceptualization, which are related to drawing conclusions and 
anticipating ideas for the future. The skills of disclosure of a specific experience 
and reflective observation were assessed as weaker. These skills are related to the 
perception and reception of experience. The skills of active experimentation 
(anticipating and conducting future actions) is to be seen in the same way as very 
good.  
Teachers' ability to critically reflect classroom situations in relation to their 
own actions constitutes an important prerequisite to improve teaching 
performance and professional behavior (Rominger, Reitinger, Seyfried, 
Schneckenleitner, & Fink, 2017). Many scientific sources (Soleil, 2000; 
Osterman & Kottkamp, 2004; Pollard, 2006; Correia & Bleicher, 2008) are 
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emphasising that it is important to become a researcher of our activities and 
experience, anticipating prospects for more efficient solutions to future problems, 
discovering new ways, verifying assumptions and applying ideas in specific 
practical situations. The results of the study show that teachers highly appreciate 
these abilities, but the analysis of their feelings and the reflection of the 
circumstances of previous experience, as evidenced by other studies (Felten, 
Gilchrist, & Darby, 2006; Shapiro, 2009; Guvenc & Celik, 2012; Zembylas, 2014) 
are considered as insufficient. Emotions and feelings are a significant source of 
learning to learn and the motivator of reflection, but often they become an obstacle 
to successfully learning from the experience. Depending on the circumstances and 
intentions, it is important to analyze our emotional experiences, find ways to avoid 
them or – maintain and strengthen them if the latter are positive. 
 
Conclussions 
 
In the context of learning to learn competence teachers assessed their skills 
of understanding the basic idea of a conversation, accepting comments from group 
members, considering their usefulness and correcting errors, listening and 
understanding of other people's attitudes as the most sufficient. The research 
results showed that teachers' time evaluation, planning and management 
competence is assessed weaker than information search, perception, 
systematization and adaptation or communication and cooperation in group 
competencies. 
Research results on assessing teachers' reflection competence demonstrate 
that abstract conceptualization skills such as drawing conclusions and anticipating 
ideas for the future are the most sufficient. The skills of active experimentation 
(anticipating and conducting future actions) were assessed as sufficient too. 
Teachers emphasized that the skills of revealing feelings experiencen in learning 
activities are more wearker than the other ones. 
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